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Abstract
Brittenum, Terrence DeShaun. Ed.D. The University of Memphis, August, 2015. The
Relationship Among Motivational Orientation of Teachers, The Leadership Disposition
They Most Prefer, and Their Intention to Remain or Leave Their Current Teaching
Assignment. Major Professor: Reginald Leon Green, Ed.D.
In this study, quantitative methods were utilized to determine how the
motivational orientation of teachers (need-types) and behaviors of school leaders
(dispositions) positively or negatively influenced urban middle school teachers’ decisions
to remain in or leave the teaching profession. The applied research design was employed
to determine if any relationship existed between urban middle school teachers’
motivational orientations, teachers’ preferred leader dispositions, and teachers’ future
professional plans.
This study found 6 key leadership dispositions from Green's (2010) work that
influenced teachers’ decisions to remain in or leave the teaching profession. The 6
leadership dispositions were character, communication, respect, vision, integrity, and
consistency. Character was the most significant leader disposition preferred by urban
middle school teachers, followed by communication, respect, vision, integrity, and
consistency, respectively. If school leaders in urban middle schools plan to retain
teachers, it is imperative that they understand which dispositions of school leaders
positively impact the behavior of subordinates. Additionally, to influence urban middle
school teachers to remain in the teaching profession, school leaders must become aware
of effective intrinsic and extrinsic motivational factors. If school leaders do not become
aware of these motivational factors and embed them into the school climate, developing a
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professional learning community that enhances student achievement is likely to remain a
challenging endeavor.
Moreover, determining the specific needs of each individual teacher will help
school leaders identify the leader dispositions needed to influence them to remain in the
teaching profession, reducing teacher attrition. McClelland (1988) asserted that a
person’s needs are influenced by their cultural background and life experiences. This
signifies to school leaders that the primary need-type of a teacher is not constant, but
shifts over time.
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Chapter 1: Overview of the Study
Background of the Study
Since the passage of the No Child Left Behind Act of 2001, greater accountability
has been placed on educators and school leaders. Consequently, recruiting highly
qualified teachers and retaining them is of greater significance than in the past. The
Department of Labor estimates that teacher attrition costs districts about 30% of the
leaving employee's salary, which, in turn, costs taxpayers over $2.2 billion a year
(Alliance for Excellent Education, 2014).
Teaching in an urban, high-poverty school can be a challenging and demanding
endeavor, even for the most experienced and competent teacher (Brown, 2002).
Nationally, high-poverty schools located within urban communities have higher turnover
rates when compared to more affluent school districts (McKinney, Berry, & Dickerson,
2007). Specifically, 50% of high-poverty school teachers leave within the first 5 years of
their career, and in some urban districts, this time frame can be as short as 3 years
(Haberman, 2005, 1995). The National Commission on Teaching and America's Future
(2003) indicated the turnover rate among teachers is significantly higher than for other
occupations. Adam's (1996) study of teacher attrition showed that Caucasians were 385%
more likely to leave the profession than African American teachers.
Middle schools are marked by some of the highest attrition rates in all of the K-12
years (http://gov.searcheric.org/middle-school-teachers.html). In some areas, attrition
rates have been noted to be as high as 30% in first year middle school teachers
(http://gov.searcheric.org/middle-school-teachers.html).
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Haberman (2005) cited poor working conditions and classroom management
issues as the most common reasons teachers leave. Additionally, he identified (a) an
overwhelming workload, (b) discipline problems, (c) low pay, (d) little respect, (e) lack
of support, and (f) clerical paperwork as other typical reasons for leaving. Ingersoll
(2001) found that school characteristics and organizational conditions, including lack of
administrative support, salary, student discipline and motivation, class size, inadequate
planning time, and lack of opportunity for advancement, have significant effects on
teacher turnover.
Teacher stability is critical as it can negatively impact student achievement. In
2005, Rivkin, Hanushek, and Kain's investigation found that student achievement gains
were considerably lower in classrooms in which teacher turnover was a factor. Similarly,
The Alliance for Excellent Education (2005) reported that high teacher attrition rates
have negative effects on student achievement.
In spite of the alarming number of teachers leaving the profession, many remain.
There are internal and external factors that influence teachers' decisions to remain in the
teaching profession. Plihal (1982) found that a teacher's years of experience were
positively correlated with intrinsic rewards conceptualized by the importance attached to
"reaching students". Factors such as satisfaction with the immediate supervisor, intrinsic
and status factors in the job itself, organization as a system, and indirect satisfaction with
mobility and potential wages now and in the future were significant in motivating
teachers (Jiang, 2005).
Providing induction programs has helped to reduce the attrition rate of beginning
teachers (Ingersoll & Strong, 2011). The assignment of mentors provides new teachers
2

with personal and professional support (Ingersoll & Smith, 2004). In some middle
schools, teachers have common planning times and work as interdisciplinary teams
(Mertons, Anfara, Flowers, & Caskey, 2009). Some schools have even embraced
professional learning communities (PLCs), educational meetings in which teachers work
collaboratively to review curriculum, examine student work, determine student progress,
reflect on strategies or practices utilized to teach students, and plan next steps (Eaker,
DuFour, & Dufour, 2002).
McLaughlin (1993) found that teachers highly involved in their work attributed
their decision to stay in teaching more to supportive work conditions than to pay.
Supportive work conditions included appropriate workload, opportunities for collegial
interaction, professional development, participation in decision-making, support for
student discipline, administrative support, and teacher autonomy (McLaughlin, 1993).
To retain good teachers, there must be increased support for teaching grounded in
standards and practice, increased teacher voice and power, and reconfiguring the teacher
role to include more collegial professional growth within a learning community
(Thornton, 2004).
According to the behavior of the leader theories of Green, Lewin, and Graen and
Uhl-Bien, there are motivational factors that can connect the behavior of school leaders to
the behavior of subordinates. To influence urban middle school teachers to remain in the
teaching profession, school leaders must become aware of effective intrinsic and extrinsic
motivators. If school leaders do not become aware of these motivators and embed them
into the school climate, developing a professional learning community that enhances
student achievement is likely to remain a challenging endeavor.
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Nonetheless, one of the more difficult challenges of a leader is to effectively
motivate those working for him or her. Inexperienced leaders believe that the same
factors that motivate them will motivate others (Motivation Theory and Leadership,
2006). Another misconception of inexperienced leaders is that the same factors that
motivate one employee will work on another (Motivation Theory and Leadership, 2006).
Determining the specific needs of an individual, will help leaders identify effective
strategies/factors to influence individuals. McClelland asserted that a person’s needs were
influenced by their cultural background and life experiences (McClelland, 1988).
Consequently, motivating a faculty of middle school teachers in urban school settings
requires administrators to personally know their teachers in order to supply each
individual teacher with the specific fuel-type necessary to foster motivation and facilitate
teacher retention.
Statement of the Problem: Teacher Retention
In the 2012-2013 school year, approximately 259,400 public school teachers left
the profession (Goldring, Taie, & Riddles, 2014). This high attrition rate is likely to result
in a nationwide teacher shortage. Middle schools are marked by some of the highest
attrition rates in all of the K-12 years (http://gov.searcheric.org/middle-schoolteachers.html). In some areas, attrition rates have been noted to be as high as 30% in first
year middle school teachers. Moreover, the cost associated with teacher attrition is $2.2
billion dollars (Alliance for Excellent Education, 2014).
Ingersoll (2011) reported that 42% of teacher departures are due to job
dissatisfaction, the desire to pursue another career, or improved career opportunities in or
out of education. This phenomena has created a twofold problem: 1) the likelihood of a
4

teacher shortage as a result of teachers leaving the profession and 2) a negative impact on
the budget of school districts caused by the need to continuously replace teachers exuding
the profession.
To address this dual challenge, there is a need to raise job satisfaction for the
benefit of increasing teachers' commitment and productivity. To raise job satisfaction and
decrease attrition rates of middle school teachers in urban settings, school organizations
must place more attention on teacher retention (Jiang, 2005).
Theories of Green, Lewin, and Graen and Uhl-Bien elucidated how the behavior
of school leaders, or leader dispositions, positively or negatively impacted the behavior of
subordinates. Jiang (2005) remarked motivational factors can be effectively utilized to
influence urban middle school teachers to remain in the teaching profession. Therefore,
this study examined the relationships between leadership dispositions used by school
leaders, teachers' motivational orientations (need-types) and teachers' future professional
plans as educators.
By understanding the need-type of each faculty member, school leaders can adjust
their behavior to meet the individual needs of each member. Teachers working in schools
where the leader displays the teachers' preferred leader dispositions will be more likely to
remain in the teaching profession.
Purpose of the Study
The purpose of this study was to explore the relationships between teachers’
workplace motivational needs, the leadership dispositions that they would prefer to see in
their supervising principals and their future intentions as a “stayer” in the teaching
profession or in some sense, a professional “leaver.” In this study, quantitative methods
5

were utilized to determine how the motivational orientation of teachers (need-types) and
behaviors of school leaders positively or negatively influenced urban middle school
teachers’ decisions to remain in or leave the teaching profession. The applied research
design was employed to determine if any relationship existed between urban middle
school teachers’ motivational orientations, teachers’ preferred leader dispositions, and
teachers’ future professional plans. This investigation was significant in that it attempted
to address teacher attrition, a problem that needs to be solved to improve the practice of
education (McMillan, 2008).
Research Questions
1. Among urban middle school teachers, how do the 4 motivational need-types
(Achievement, Affiliation, and Autonomy, and Dominance) compare?
2. How do urban middle school teachers rank order Green’s 16 leadership
dispositions?
3. What is the relationship between teachers’ motivational need-types and their
ranking of the 6 most preferred principal dispositions?
4. Is there a difference in teachers’ rank ordering of the 6 most preferred
principal dispositions by their intent to "stay" or "leave" their professional
situations?
5. Is there a difference in the motivational need-types of teachers by their intent
to "stay" or "leave" their professional situations?
Significance of the Study
Given the large number of teachers that are annually leaving the profession and
the continuous cost associated with replacing these teachers, finding processes and
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procedures that school leaders can use to retain urban middle school teachers appears to
be a worthwhile endeavor.
Jiang (2005) remarked motivational factors can be effectively utilized to influence
urban middle school teachers to remain in the teaching profession. Thus, the rationale for
this comprehensive investigation included determining 1) which leadership dispositions
and motivational orientations are most strongly related to teacher retention, 2) if the
relationship between the most preferred leader disposition and teacher retention is
modified by years of education, total years of teaching experience, and years at the
school, and 3) if the strength of the relationship between the motivational orientations of
teachers and their preferred leadership disposition of the principal influenced their
decision to remain in or leave their school or the teaching profession in the near future.
Utilizing a three-part survey instrument, the answers to the aforementioned questions
were discovered.
Limitations of the Study
This study was limited to public school teachers in fourteen urban middle schools
in a Southwestern Tennessee district. Participation in the study was strictly voluntary.
The survey was conducted during the months of January of 2015 through March of 2015.
Only the results from the administration of the following survey instrument components
were utilized to report data findings: 8 demographic questions including 1 question about
teachers' professional plans, Green’s revised Leadership Behavior Inventory (LBI), and
Heckert's Needs Assessment Questionnaire (NAQ). Due to the size of the sample, the
results may not be generalized to all urban middle school educators in Southwest
Tennessee, and/or all urban middle school educators across the nation.
7

Assumption
If principals exhibit a certain type of behavior and that behavior is congruent with
what teachers perceive the principals’ behavior should be, and if the principals' behaviors
are aligned to the teachers' need-types, then teachers will be motivated, or influenced, to
remain in that school and/or the teaching profession.
Definition of Terms
For the purpose of this project, the following definitions are defined to
specifically identify their meaning and usage in the study:
Character:

School leaders exhibit what they believe. They show
consistency between their values, ethical reasoning and
actions, and develop positive psychological states such as
confidence, optimism, hope, and resilience in themselves
and their associates. Also, they are widely known and
respected for their integrity (Cooper, Santora, & Sarros,
2007).

Commitment:

The school leader is dedicated to the growth of the
organization and each individual within the organization.
The professional and personal growth of stakeholders is
nurtured (Spears, 2010).

Communication:

The school leader actively listens to diverse points of view
and uses the process of communication to link individuals,
groups and the organization for the purpose of building
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relationships, establishing trust, and earning respect for self
and others (Green, 2013).
Compassion:

The behavior of the school leader denotes awareness and a
sense of caring for the feelings of others (Green, 2013).

Consistency:

The school leader establishes a standard of excellence and
maintains that standard while performing and making
decisions. The behavior of the leader is consistent with
minimal variation as he or she transmits a sense of mission,
stimulates learning experiences, and motivates new ways of
thinking (Hater & Bass, 1988).

Courage:

The school leader challenges the process; experiments and
takes risk. He or she has the ability to act rightly in the face
of popular opposition (Kouzes & Posner, 2012).

Ethics:

The school leader uses a set of principles to guide his or her
behavior. The principles used are based on informal and
formal standards consisting of core values, honesty,
respect, and trust (Beckner, 2004).

Fairness:

School leaders give others a voice and treat them with
dignity. These leaders base their decisions on accurate
information and are consistent in their practices (Sackett,
2011).

Honesty:

The school leader behaves in a trusting or trustworthy
manner exercising integrity (Kouzes & Posner, 2012)
9

Integrity:

The school leader adheres to a set of moral and ethical
principles while displaying soundness of moral character
and being honest regarding actions taken. He or she takes
responsibility for his or her actions and are willing to
ensure that all students have access to knowledge (Strike,
Haller, & Soltis, 2015).

Middle School:

A school with a grade composition of 6th, 7th, and 8th grade
students
(http://tweenparenting.about.com/od/educationissues/f/Def
ofMiddleSchool.htm).

Motivation:

A desire or want that energizes and directs goal-oriented
behavior. Motivation can be characterized as either
extrinsic (outside the person) or intrinsic (internal to the
person). Motivation is the willingness of employees to
expend effort and exhibit desired patterns of work behavior
in terms of levels of performance and commitment to the
enterprise (Molander & Winterton, 1994).

Extrinsic Motivation:

Motivation that occurs outside of a person (Jiang, 2005).

Intrinsic Motivation:

Motivation that occurs inside of a person. Intrinsic
motivation is derived from individually determined
task-related rewards and is related to feelings of
competence, self-determination, and self-fulfillment (Jiang,
2005).
10

Need for Achievement
(N-Achievement):

This is the need to achieve, excel and succeed. A
person with this type of need, will set goals that are
challenging but realistic. The goals have to be
challenging so that the person can feel a sense of
achievement. However the goals also have to be
realistic as the person believes that when a goal is
unrealistic, its achievement is dependent on chance
rather than personal skill or contribution. This type
of person prefers to work alone or with other high
achievers. They do not need praise or recognition,
achievement of the task is their reward (McClelland, 1988).

Need for affiliation
(N-Affiliation):

This is the need for friendly relationships and human
interaction. There is a need “to feel liked” and “accepted”
by others. A person with a high need for affiliation is likely
to be a team player and thrive in a customer services
environment. They will perform best in a co-operative
environment. McClelland said that a strong need for
affiliation will interfere with a manager’s objectivity. The
“need to be liked” will affect a manager’s decisions,
prompting them to make decisions to increase their
popularity rather than furthering the interests of the
organization (McClelland, 1988).
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Need for Autonomy
(N-Autonomy):

This is the need to direct self, rather than others.
Presumably, a person high in this need would be more
comfortable spending time alone and in solitary activities
(Heckert, 2000).

Need for Dominance
(N-Dominance):

This is the need for personal power. This need may be
viewed as undesirable, as the person simply needs to feel
that they have “power over others”. The “need for
dominance” is the need for institutional power. People with
the need for institutional power want to direct the efforts of
their team to further the objectives of their organization
(Heckert, 2000).

Openness:

The school leader has the ability to entertain different and
non-customary ideas. He or she is flexible and willing to
change his or her way of thinking when the situation
warrants. Displaying openness, the school leader finds
ways to celebrate the accomplishments of others (Kouzes &
Posner, 2012).

Passion:

The school leader has an entrepreneurial spirit and an
infectious desire to achieve a goal or outcome; a powerful
and controlling emotion (Bolman & Deal, 2008).
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Rapport:

The school leader aligns his or her actions with others
because he or she feels that they share similar values
(Kouzes & Posner, 2012).

Respect:

The school leader recognizes the contributions of others
and shows appreciation for individual excellence. He or she
treats people in the organization as he or she would like to
be treated-with dignity and courtesy (Ciancutti & Steding,
2001).

Trust:

The school leader inspires in others a belief in his or her
consistency in words, actions, and deeds. There are no gaps
between what he or she says and what he or she does. You
can count on him or her to deliver on his or her promises.
An individual can be confident in the leader's promised
action (Ciancutti & Steding, 2001).

Urban School:

Schools in which students are more likely to live in
poverty. These schools have significantly higher
concentrations of low-income students, high school dropouts, and a greater incidence of students disproportionately
assigned to special education (Dittman, 2004).

Vision:

The school leader is continuously searching for high
standards of learning for all students; anticipating what will
or may come to reality; imagining exciting and ennobling
possibilities (Kouzes & Posner, 2012).
13

Organization of the Study
This study will contain five chapters. Chapter 1 will present the introduction,
purpose, and rationale for the study. Specific research questions and definitions of terms
will also be stated in chapter 1. Chapter 2 will contain an extensive review of related
literature to motivation, motivational factors (intrinsic and extrinsic), teacher attrition,
and teacher retention. Chapter 3 will describe the research methodology including the
population and sampling, organizational methods, instrumentation used, collection of and
the analysis of data, demographic questions, and the research design. Chapter 4 will
report the results/findings based on the analysis and interpretation of the collected data.
The research questions will also be addressed in this chapter. Finally, Chapter 5 will
consist of the summary, conclusions, and recommendations for further study.
Summary
The behavior of the school leader can have a positive or negative impact on the
behavior of subordinates. Thus, school leaders must personally know the members of
their staffs in order to exhibit the types of behaviors necessary to foster motivation and
teacher retention. As internal motivators can often be more effective in motivating
teachers to remain in the teaching profession, the probability of increasing the retention
of middle school teachers in urban school settings is greater when an environment exists
that provides teachers with increased opportunities for internal motivation.
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Chapter 2: Review of the Literature
Introduction
In this study, the relationships between principal behaviors and the retention rate
of urban middle school teachers with different need-types were analyzed. According to
Graen and Uhl-Bien (1976), there are motivational factors that can connect the behavior
of school leaders to the behavior of subordinates. Thus, the behavior of the school leader
can have a positive or negative impact on the behavior of subordinates.
Similarly, House's Path Goal Theory indicated the behavior of a leader is a factor
in the motivation of followers (House, 1971). In this regard, the leader can motivate
followers to achieve desired goals by giving clear directions, providing adequate support,
and increasing valued rewards in route to goal attainment (House, 1971).
If public school systems are to move forward in meeting the guidelines set forth
by the No Child Left Behind Act of 2001, improving the academic achievement of
students in urban high-poverty schools, teacher attrition must be addressed. This chapter
reviews the literature related to the analysis of the aforementioned relationships.
The Teacher Attrition Problem
Teacher attrition in the United States is a serious problem that must be addressed
through the recruitment and retention of quality teachers (Cleveland, 2002). Every school
day, nearly a thousand teachers leave the field of teaching (Alliance for Excellent
Education, 2005). The exit of teachers from the profession and the movement of teachers
to better schools are costly phenomena, both for the students, who lose the value of being
taught by an experienced teacher, and to the schools and districts, which must recruit and
train their replacements (Alliance for Excellent Education, 2005). Jalongo and Heider
15

(2006) indicated 90% of teachers who are hired in this country are replacements for
teachers who have left teaching for some reason other than retirement (p. 379). The
amount of money that it takes to search for and hire new teachers year after year is taking
a toll on education budgets that are already stretched to the limit (Boyer & Hamil, 2008).
The Department of Labor estimates that teacher attrition costs districts about 30% of the
leaving employee's salary, which, in turn, costs taxpayers over $2.2 billion a year
(Alliance for Excellent Education, 2005). Kopkowski (2008) estimated a 50% increase in
the attrition of teachers over the past 15 years, costing roughly $7 billion to districts and
states. Jalongo and Heider (2006) noted the vast number of qualified teachers leaving the
profession has forced many students to experience substandard educations in a
considerable number of districts. The issue of teacher attrition in urban high-poverty has
implications on educational quality (Ingersoll & Merrill, 2010).
Professionals are leaving the teaching field much earlier in their careers than are
professionals from other fields (Certo & Fox, 2002). Nearly 30% of teachers leave the
profession within 5 years of entry, and even higher attrition rates exist in more
disadvantaged schools (Alliance for Excellent Education, 2014).
Goldring, Taie, and Riddles (2014) reported that across the nation, 7.1% of public
school teachers leave within their first 3 years of teaching. Fifty percent of high-poverty
school teachers leave within the first 5 years of their career, and in some urban districts,
this time frame can be as short as 3 years (Alliance for Excellent Education, 2014).
Ingersoll (2001) found that minority teachers were less likely to quit than
Caucasian teachers. Likewise, Adams (1996) concluded that Caucasians were 385% more
likely to leave the profession than African American teachers.
16

Guarino, Santibanez, and Daley (2006) asserted that teacher attrition is relatively
high for young or novice teachers, and lower for older, more experienced teachers.
Moreover, Hanushek, Kain, and Rivkin (2004) found that teachers who left the
profession were generally very young and inexperienced, or much older and approaching
retirement eligibility.
Compounding the aforementioned statistics, middle schools are marked by some
of the highest attrition rates in all of the K-12 years (http://gov.searcheric.org/middleschool-teachers.html). In some areas, attrition rates have been noted to be as high as 30%
in first year middle school teachers. Cochran and Reese (2007) found teacher attrition
rates are the highest in middle school and high school teachers (p.25). Notwithstanding,
Hall and Carroll (1987) found high school teachers were more likely to say that they are
considering quitting than were elementary or middle school teachers. Merrow (1999)
indicated we educators are misdiagnosing the problem as ‘recruitment’ when it is really
'retention'.
Causes of Teacher Attrition
Teachers leave their profession for a variety of reasons, including inadequate
administrative support, isolated working conditions, poor student discipline, low salaries,
and a lack of collective teacher influence over school-wide decisions (Alliance for
Excellent Education, 2014). Ingersoll (2014) found 42% of teacher departures are due to
job dissatisfaction, the desire to pursue another career, or improved career opportunities
in or out of education. New teachers reported leaving the teaching profession because
they felt they were left to sink or swim, given the heaviest teaching loads, or given the
worst-prepared students (Ingersoll, 2011).
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Additionally, motivation, class size, inadequate planning time, and lack of
opportunity for advancement had significant effects on teacher turnover (Ingersoll, 2011).
Limited instructional resources and the inability to meet students' needs have been
associated with teacher attrition (Billingsley & Cross, 1992).
Snider (1999) asserted that many new teachers are demoralized by the lack of
autonomy and professional status they find in the schools and “as many as one-half of all
new teachers respond by leaving the profession” (p. 64). Haberman (2005) cited poor
working conditions and classroom management issues as the most common reasons
teachers leave. Moreover, he identified (a) an overwhelming workload, (b) discipline
problems, (c) low pay, (d) little respect, (e) lack of support, and (f) clerical paperwork as
other typical reasons for leaving.
The Alliance for Excellent Education (2002) reported that lack of planning time,
heavy workload, problematic study discipline, and lack of administrative input
contributed to job dissatisfaction, often igniting a teacher's decision to transfer. Among
teachers who transferred schools, lack of planning time, too heavy a workload,
problematic student behavior, and a lack of influence over school policy were cited as
common sources of dissatisfaction.
Anhorn (2008) found that difficult work assignments, inadequate resources,
isolation, role conflict, and reality shock were top reasons for high teacher attrition. High
teacher attrition rates during the middle school years has to do with poor training and the
inherently difficult conditions and challenges that come with the position
(http://gov.searcheric.org/middle-school-teachers.html, 2011).
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For both beginning and veteran teachers, issues in the work environment may
provide the impetus for teachers leaving the profession (Certo & Fox, 2002). In fact,
Ingersoll (2011) found school organization or the lack of organization played a
significant role in whether teachers stayed or left.
Reducing Teacher Attrition
A number of imperial studies revealed that teachers' commitment is largely
influenced by administrative policies and work environment (Baron & Greenberg, 1990).
Support from administrators will greatly increase teachers' work achievement and
commitment as well as substantial job satisfaction (Saliman, 1993). Organizational
behavior literature suggests that older employees tend to be happier with their jobs, have
lower turnover rates, and miss fewer working days (Kasl, 1997; Naceur & Fook, 2001).
Factors like commitment, work satisfaction, conflicting roles, study opportunities,
exposure to teaching exercises, teaching prospects, stability of discipline, relations with
colleagues, and relations between the trainee teachers and school administrators are very
important in carrying out their duties as teachers (Ismail, 1989). Additionally, job
satisfaction was also found to be associated with teacher quality, organizational
commitment, and organizational performance in reference to the following school areas:
academic achievement, student behavior, student satisfaction, teacher turnover, and
administrative performance (Mathieu, 1991; Ostroff, 1992).
To retain good teachers, there must be increased support for teaching grounded in
standards and practice, increased teacher voice and power, and reconfiguring the teacher
role to include more collegial professional growth within a learning community
(Thornton, 2004). New teachers that find the school compliments their own style and
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beliefs are more apt to remain in the profession and in a particular school more often than
those who did not fit in with the school's system (Heller, 2004).
While ineffective principal leadership often leads to teacher attrition, effective
principal leadership often leads to teacher retention. The manner in which principals
execute their leadership affects school organization, culture, and working conditions,
which, in turn, affect job satisfaction and teacher retention (Cornelia, 2010). Similarly,
Useem (2003) found that “strong administrators and a collegial staff climate can lead to
higher rates of teacher retention” (p. 18).
Research suggests that teacher retention increases “when school environments are
organized for productive collegial work under a principal’s effective leadership”
(Johnson, Berg, & Donaldson, 2005, p.67). For example, Louis, Marks, and Kruse (1996)
reported that principals who delegate authority and support collective decision-making
foster a “collective responsibility for student learning and instructional collaboration
among teachers” (p. 774). Effective principals create an institutional atmosphere of
collaboration and support, as opposed to one in which individual teachers shut their doors
and operate privately” (Heller, 2004).
Teacher Motivation
Motivation is important on an individual and organizational level (McClelland,
1988). Motivation is not just about being 'happy' or 'satisfied' (Dinham & Scott, 1998).
Even a capable and well-trained member of a staff will not perform effectively unless
they are motivated to do so (Warr & Wall, 1975). Middlewood and Bush (2005) argue
that an understanding of motivation is essential to those who lead and manage, at all
levels and in all phases of education. Leaders of schools need to be clear about the factors
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affecting motivation and demotivation for purposes of cost-effectiveness, that is, in
relation to the recruitment and retention of teachers (Mortimore, 1995).
Staff motivation is essential if a school is to raise the achievement of its pupils
(Mortimore, 1995). Molander and Winterton (1994) define motivation as the willingness
of employees to expend effort and exhibit desired patterns of work behavior in terms of
levels of performance and commitment to the enterprise. Research indicates that teachers
are most highly motivated when their individual needs are fulfilled (Addison &
Brundrett, 2008).
Intrinsic Motivational Factors
In 1982, Plihal's study on intrinsic motivational factors found that a teacher's
years of experience was positively correlated with intrinsic rewards conceptualized by the
importance attached to "reaching students". Factors such as satisfaction with the
immediate supervisor, intrinsic and status factors in the job itself, organization as a
system, and indirect satisfaction with mobility and potential wages now and in the future
were significant in motivating teachers (Jiang, 2005).
Teachers of quality are comprised of those who possess specific attributes, such
as sincerity, determination, creativity, dedication, and commitment (Kamaruddin &
Kachar, 1989). A good self-concept will cause people to strive harder and performance
will reach the most desirable potentials (Jiang, 2005). There are several psychological
factors among teachers that need serious attention, such as work attitude, relationships
between colleagues, relationships between the management and teachers, work
commitment and satisfaction, autonomy in work, study opportunities and motivation
(Allport, 1967).
21

Satisfaction, an intrinsic factor, may be examined in the context of expectations
(Plihal, 1982). Hoppock (1935) described job satisfaction as "any combination of
psychological, physiological, and environmental circumstances that cause a person to
truthfully say, "I am happy with my job."
Extrinsic Motivational Factors
Azumi and Lerman (1987) found that teachers valued extrinsic ancillary rewards
more than intrinsic rewards. Management and organizational behavior literature suggests
that to raise job satisfaction for the benefit of increasing teachers' commitment and
productivity, organizations should attach more importance on pay, promotion, working
conditions, supervision, and the organization itself (Jiang, 2005).
In some instances, the support provided by administrators to novice teachers in
the form of comprehensive mentoring and support programs can make or break their
first-year experience and influence their thinking about whether or not to continue
teaching (Jackson & Davis, 2000). The most satisfied teachers worked in a more
supportive, safe, autonomous environment than the least satisfied teachers.
Other research studies have revealed principals must support teachers,
establishing and maintaining positive relationships with them (Iorio, 2008). According to
Barth (2006), the nature of the relationships between teachers and principals has a greater
influence on their professional plans as educators than any other element affiliated with
the school. If the relationships between principals and teachers are trusting, helpful, and
cooperative, then the relationships between teachers and students, between students and
students, and between teachers and parents, are likely to be the same (Barth, 2006; Green,
2010).
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One obvious external motivator for teachers is compensation. According to many
observers, the traditional basis for teacher pay—years of service and education—provides
little incentive for excellence (Lavy, 2007). According to Lavy (2007), pay for
performance is meant to solve the twofold problem of motivating high teacher
performance while attracting and retaining good teachers under conditions where their
effort or ability is not readily measured or observed.
In the teaching profession, earnings are based primarily on input (that is, skills
and time worked), rather than on output (Lavy, 2007). In the teaching profession, effort
and output are difficult to define and measure because the work is generally complex,
unique, and often results from team efforts, with any one teacher’s effort difficult to
disentangle from that of the others on the team (Lavy, 2007).
There are three prototypes of performance-based reward programs most often
implemented in educational systems and commonly examined by researchers. The first
model, merit pay, generally involves individual incentives based on student performance.
The second model, knowledge- and skill-based compensation, generally involves
individual incentives based on teacher skills. Knowledge- and skill-based pay differs
from merit pay because it provides clear guidelines on what is being evaluated. The third
model, school-based compensation, generally involves school-wide incentives, typically
based on student performance (Lavy, 2007).
A teacher's motivation and effectiveness can be increased through an
environment, which provides them with their ideal mix of each of the 4 needs. Thus, it is
vital for principals to motivate their teachers through the development of authentic,
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collegial relationships. This is why principals must be aware of leader dispositions most
preferred by their teachers.
The disposition of the principal is the manner in which he or she conducts himself
or herself; the manner in which he or she responds to events that occur in the
environment and his or her actions or reactions to external or internal situations (Green,
2013). Moreover, the disposition of the principal is a combination of his or her beliefs,
values, and attitudes, and those beliefs and values influence behavior (Melton, Mallory,
& Green, 2010).
Consequently, the dispositions of a school leader contribute to his or her level of
effectiveness. Effective leaders, offer personalized encouragement and are attentive to the
needs of others. They clearly communicate in consistent ways and are generous with their
time and information. These leaders are visibly engaged and suit up each day to facilitate
the social, recreational, and work components of the organization (Blasé & Kirby, 2000).
Additionally, school leaders who are skilled at building relationships with stakeholders
have the ability to put a human face on the more technical aspects of the organization,
resulting in building supportive relationships characterized by respect and trust. When
this is accomplished, school leaders are more apt to rally followers in the hard work of
improving schools (Kouzes & Posner, 2002).
Motivation Through Relationships
To meet challenges for better production, organizational systems are taking into
account the development of individual employees. Since human behavior must be fully
understood to develop human resources, "new design managers" need to understand
psychological needs and what motivates individuals. Therefore, at the heart of effective
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administration are working conditions designed to meet physical and psychological
needs, and the astute skill exhibited in approaching employees in a way that causes them
to be motivated.
Eight of 16 motivational factors important to developing human resources for
productivity are as follows: a) showing respect for employees increases self-esteem and
positive feelings, b) understanding that individual successes strengthen the total
organization, c) rewarding and praising employees increases productivity, d) challenging
workers and providing stimulating work provides the incentive to produce more, e)
knowledge of progress is reinforcing, f) working for the same goals encourages
teamwork, g) employees tend to identify with leaders who set desirable examples, and h)
individuals are usually encouraged to work harder when they feel secure about their
status (Packard, 1984). Additionally, altruism, another motivating factor, is when an
individual feels he or she has the ability to initiate effective change in their organizations
producing a positive impact on others (Hancock, Black, & Bird, 2006).
To effectively motivate individuals and foster authentic relationships, school
leaders must become familiar with the specific needs of each individual member.
McClelland's (1988) Theory of Needs indicated that human motivation, is dominated by
three needs: the need for achievement (N-Ach), the need for power (N-Pow), and the
need for affiliation (N-Aff). These needs are delineated in greater detail below.
Need for Achievement (N-Ach)
This is the need to achieve, excel and succeed. A person with this type of need,
will set goals that are challenging but realistic. The goals have to be challenging so that
the person can feel a sense of achievement. However the goals also have to be realistic as
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the person believes that when a goal is unrealistic, its achievement is dependent on
chance rather than personal skill or contribution. This type of person prefers to work
alone or with other high achievers. They do not need praise or recognition, achievement
of the task is their reward (McClelland, 1988).
Need for Power (N-Pow)
This is the need to lead others and make an impact. This need can exhibit itself in
two ways. The first which is the need for personal power may be viewed as undesirable
as the person simply needs to feel that they have “power over others”. They don’t have to
be effective or further the objectives of their employer. The second type of “need for
power” is the need for institutional power. People with the need for institutional power;
want to direct the efforts of their team, to further the objectives of their organization
(McClelland, 1988).
Need for Affiliation (N-Aff)
This is the need for friendly relationships and human interaction. There is a need
“to feel liked” and “accepted” by others. A person with a high need for affiliation is
likely to be a team player and thrive in a customer services environment. They will
perform best in a co-operative environment. McClelland said that a strong need for
affiliation will interfere with a manager’s objectivity. The “need to be liked” will affect a
manager’s decisions, prompting them to make decisions to increase their popularity
rather than furthering the interests of the organization (McClelland, 1988).
As these needs vary from one person to another, determining the needs of
individuals helps leaders identify effective factors to influence them (McClelland, 1988).

26

McClelland asserted that a person’s needs are influenced by their cultural background
and life experiences.
Within the school setting, the school leader must facilitate the process of building
effective relationships among all stakeholders. These relationships encompass the internal
and external environments of the school community and include interactions among:
principal/teacher; teacher/teacher; teacher/student; and school/community (Green, 2010).
Studies have shown that when principals utilize a democratic approach and engage their
human relations skills they get better responses as it relates to teachers’ perspectives of
their leadership (Blase & Kirby, 2000).
When a positive relationship and respect exist between a principal and his or her
faculty, the likely outcome is improved teacher effectiveness and student achievement
(Zimmerman, 2003). Principals also garner more respect from their faculty members
when they are knowledgeable, can effectively communicate, and give constructive
feedback and suggestions (Wang & Day, 2002). Williams (2000) writes that teachers
look for their principals to offer competent perspectives during their educational
experience - professional and school-wide.
Principals must be certain of their contributions to the school community. They
must understand their own competencies with regard to engaging stakeholders, all the
while providing genuinely inspired relationships. If this occurs the outcome will be
effective principal/teacher relationships that will raise standards and improve student
achievement (Zimmerman & Deckert-Pelton, 2003). It is suggested that school leaders
and school districts create work environments that align with the strengths and talents of
teachers providing them with the necessary resources to experience success and to meet
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the increased demands of teaching and learning (Conley & Glasman, 2008). Principals
are well advised to understand how their values, beliefs, and dispositions impact others
and work to create a supportive environment for all stakeholders (Green, 2013).
Summary
Teachers leave their profession for a variety of reasons, including inadequate
administrative support, isolated working conditions, poor student discipline, low salaries,
and a lack of collective teacher influence over school-wide decisions (Alliance for
Excellent Education, 2014). Ingersoll (2014) found 42% of teacher departures are due to
job dissatisfaction, the desire to pursue another career, or improved career opportunities
in or out of education. Higher attrition rates exist in more disadvantaged schools.
To retain good teachers, there must be increased support for teaching grounded in
standards and practice, increased teacher voice and power, and reconfiguring the teacher
role to include more collegial professional growth within a learning community
(Thornton, 2004).
Factors such as satisfaction with the immediate supervisor, intrinsic and status
factors in the job itself, organization as a system, and indirect satisfaction with mobility
and potential wages now and in the future were significant in motivating teachers (Jiang,
2005). Management and organizational behavior literature suggests that to raise job
satisfaction for the benefit of increasing teachers' commitment and productivity,
organizations should attach more importance on pay, promotion, working conditions,
supervision, and the organization itself (Jiang, 2005).
Pay for performance is meant to solve the twofold problem of motivating high
teacher performance, while attracting and retaining good teachers under conditions where
28

their effort or ability is not readily measured or observed (Lavy, 2007). However,
implementing pay for performance poses many practical challenges. In the teaching
profession effort and output are difficult to define and measure because the work is
generally complex, unique, and often results from team efforts, with any one teacher’s
effort difficult to disentangle from that of the others on the team (Lavy, 2007).
The quality of support teachers receive from principals is associated with their job
satisfaction (Council of Chief State School Officers, 2008; Markow & Martin, 2005). To
that end, functioning in their role as instructional leaders, principals are well advised to
support teachers and develop and maintain positive relationships with them. When
teachers feel positively about their position, they have a positive influence on students
and the school. The reverse is also true; when teachers have negative feelings about their
positions, they may negatively impact students and the school (Edgerson & Kristonis,
2006).
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Chapter 3: Research Design and Methods
Introduction
Fifty percent of high-poverty school teachers leave within the first 5 years of their
career, and in some urban districts, this time frame can be as short as 3 years (Haberman,
1995, 2006). Ingersoll (2014) found that 42% of teacher departures are due to job
dissatisfaction, the desire to pursue another career, or improved career opportunities in or
out of education. The teacher attrition phenomena has created a twofold problem: 1) the
likelihood of a teacher shortage as a result of teachers leaving the profession and 2) the
negative impact on the budgets of school districts caused by the need to continuously
replace teachers exuding the profession. The Department of Labor estimates that teacher
attrition costs districts about 30% of the leaving employee's salary, which, in turn, costs
taxpayers over $2.2 billion a year (Alliance for Excellent Education, 2005).
The purpose of this study was to explore the relationships between teachers’
workplace motivational needs, the leadership dispositions that they would prefer to see in
their supervising principals and their future intentions as a “stayer” in the teaching
profession or in some sense, a professional “leaver.” Discovering the relationships among
these items inform school leaders about leader dispositions resulting in reduced teacher
attrition and increased teacher retention. Moreover, a reduction in teacher attrition will
ultimately preserve taxpayers' and school districts' strained tax revenues.
Utilizing survey monkey, a survey instrument was developed that incorporated
demographic data, Heckert’s Needs Assessment Questionnaire (NAQ), and Green’s
revised Leadership Behavior Inventory (LBI). The survey instrument was divided into
three parts. Section 1 consisted of eight demographic questions, including one question
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about teachers’ future professional plans. Section 2 consisted of 20 statements from the
Needs Assessment Questionnaire. Section 3 consisted of 16 of 39 leadership dispositions
from Green’s Leadership Behavior Inventory. Principals of the 14 urban middle schools
participating in this study were provided a link to access the survey instrument and
instructions about forwarding this link to eligible teachers. The teachers voluntarily
completed the survey instrument. Teachers consented to participate in this study and
could withdraw from participation at any time.
The data were analyzed via the Statistical Package for the Social Sciences (SPSS).
The independent variable in this study was the future professional plan of teachers. The
dependent variables were the teachers’ perceived importance of the leadership
dispositions and motivational need-types.
Methodology
The researcher obtained approval to conduct research from the school district's
research director [Appendix B]. Approval was also obtained from the Institutional
Review Board for the Protection of Human Subjects at the University of Memphis
[Appendix A]. Finally, the researcher secured permission to conduct research from the
principals of the urban middle schools invited to participate in the study.
Next, the researcher forwarded a consent to participate in the study with the
embedded link to the survey instrument to the principals of 14 urban middle schools
[Appendix C]. The principals choosing to participate in the study forwarded the survey
link to eligible teachers (teachers who have served a minimum of 4 years with their
current principals) in their schools. Teachers agreeing to participate in the study were
administered the survey [Appendix D] - combination of the Leadership Behavior
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Inventory (LBI), the Needs Assessment Questionnaire (NAQ), 7 demographic questions,
and 1 question about their future plans as educators. After two weeks, the researcher
followed-up with the principals to check on the status of their teachers’ survey
completion rate.
Population
The population of the study was middle school teachers from urban middle
schools in a Southwestern school district in Tennessee. The urban school label is ascribed
to schools in which students are more likely to live in poverty, schools with significantly
higher concentrations of low-income students, schools where students drop out of high
school, schools where students are disproportionately assigned to special education,
struggle with speaking, reading and writing English, live in single-parent households, and
have less access to regular medical care. Moreover, urban schools tend to have fewer
financial and educational resources and a shortage of teachers (Dittman, 2004).
The district utilized for this study comprised of 232 schools, including regular,
charter, career and technology centers, special education centers, and alternative schools.
The district employed 8,769 teachers and 656 administrators. Based upon enrollment
figures, the student demographics during fiscal year 2013-14 was 67% African American,
20% Caucasian, 9.2% Hispanic, and 4.7% other races and nationalities (TN Department
of Education, 2015).
Sample
Although 24 urban middle schools were encouraged to participate in the study,
only 14 of the middle schools participated in this study. Thus, the sample consisted of
138 middle school teachers from 14 urban middle schools who had served in the same
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setting with their principals for a minimum of 4 years. The selection of teachers having
served with their current principals for a minimum of 4 years was important because it
ensured the principals had enough time to foster authentic relationships with their
teachers and display leadership dispositions, influencing the teachers' professional plans.
Participation in the study was strictly voluntary and no identifying information
was disclosed. Participants ranged in age from 20 to 65 years and were of varying
ethnicities, genders, educational levels, and years of experience. Student enrollment in
these schools ranged from 300 to 1200 students in grades 6 through 8. All of the schools
included in this study shared similar teacher and student demographics [Table 1].
Instrumentation
The data collection tool for this study utilized two existing instruments: a revised
version of Green’s Leadership Behavior Inventory (LBI) and Heckert’s Needs
Assessment Questionnaire (NAQ).
As stated previously, the Leadership Behavior Inventory (LBI) was developed by
Dr. Reginald Green (2006) and validated by Ivie (2007) during a research study about the
relationship between teachers’ job satisfaction and school leaders’ behavior informed by
the thirteen core competencies. The complete instrument consisted of 39 statements
characterized by leadership behavior/dispositions advocated for 21st century school
leaders.
Although the original LBI is a 39 item, 5-point Likert scale inventory that
provided leader behavior data for analysis, this instrument was refined to 16 leadership
dispositions most discussed in the literature. The 16 leadership dispositions include
character, commitment, communication, compassion, consistency, courage, ethics,
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fairness, honesty, integrity, openness, passion, rapport, respect, trust, and vision. For this
study, a revised Leadership Behavior Inventory was utilized to determine which of the 16
leader dispositions were most preferred by urban middle school teachers. The data
collected from the use of this instrument was utilized in answering research questions 2,
3, and 4.
According to Graen and Uhl-Bien (1976), there are motivational factors that can
connect the behavior of school leaders to the behavior of subordinates. The Leadership
Behavior Inventory supports the literature, delineating the impact of leader behaviors on
teacher performance and retention. Retaining highly qualified teachers in urban middle
schools is necessary to foster and increase student achievement. The Alliance for
Excellent Education (2005) reported that high teacher attrition rates have negative effects
on student achievement.
Content Validation
Ivie (2007) validated the Leadership Behavior Inventory while studying the
relationship between teacher job satisfaction and school leaders’ behavior informed by
the 13 core competencies. This survey instrument was validated by peer judgments made
by school leaders and teachers of varying genders, years of teaching experience, years of
principal experience, and educational levels. Twenty principals from various elementary,
middle, and high schools initially reviewed the instrument. Subsequently, 136 teachers
reviewed the instrument. After minor changes were made, the inventory was field-tested
using elementary, middle, and high school teachers. Respondents indicated the survey
was easy to complete and easy to understand. The average amount of time to complete
the survey was 8 minutes.
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Reliability
Initially, Ivie (2007) found a high reliability score during her research of school
leaders. The Leadership Behavior Inventory reliability study was conducted using the
completed surveys for elementary, middle, and high school teachers. Two hundred
surveys were distributed. However, 136 were fully completed. Reliability was calculated
for the initial instrument using means with Cronbach’s alpha. Ivie (2007) found a high
level of internal consistency with an alpha of .905.
Permission to use the Leadership Behavior Inventory
Permission to use the Leadership Behavior Inventory was granted to the
researcher by the instrument’s developer, Dr. Reginald L. Green and the Department of
Leadership at the University of Memphis.
The Needs Assessment Questionnaire (NAQ)
The next survey instrument utilized in this study was the Needs Assessment
Questionnaire (NAQ). The NAQ was developed in 2000 by Teresa Heckert and her team
at Truman State University. The Needs Assessment Questionnaire tested explicit
motivation that encompassed 4 types of motivation including need for achievement, need
for affiliation, need for dominance (power) and need for autonomy.
The Needs Assessment Questionnaire contained 20 statements that may describe
individuals and the types of things they may like to do. For each statement, participants
were asked to indicate their agreement or disagreement with each statement using a 5point Likert scale ranging from: A = (Strongly Disagree), B = (Disagree), C = (Neither
Agree nor Disagree), D = (Agree), E = (Strongly Agree).

35

The NAQ was developed to measure the 4 social needs; achievement, affiliation,
autonomy, and dominance. The criteria for need for achievement were the number of
monthly goals set, desired number of promotions, frequency of feedback, percentage of
time work projects were completed ahead of schedule, and the frequency of
procrastination (Heckert, 2000).
The criteria for need for affiliation were the number of friends and close friends,
number of monthly non-electronic letters written and long-distance phone calls made to
family/friends, average length of long-distance phone calls, number of organizations to
which an individual belonged, and preference for exercising - alone, with one person, or
in a group (Heckert, 2000).
The criteria for need for autonomy were average daily hours watching television
and spent alone, average weekly hours spent leisure reading, preference to shop, drive,
and watch television alone or with other people, and the longest drive driven alone -in
hours (Heckert, 2000).
The criteria for the need for dominance were the number of offices held in
organizations outside of work, the value of the car an individual would drive if money
were no object, frequency of providing advice to co-workers and delegating tasks to
others, amount spent on a wedding gift for a co-worker getting married for the first time,
number of yearly parties hosted and their average size, and the number of sports in which
an individual competed in on a regular basis (Heckert, 2000).
For this study, the Needs Assessment Questionnaire was utilized to determine the
motivational orientations (need-types) of urban middle school teachers. The data
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collected from the use of this instrument was utilized in answering research questions 1,
3, and 5.
Factor Analysis
Principal components factor analysis, with varimax rotation, was run on the
creation sample. Orthogonal rotation was used to increase the likelihood of independent,
uncorrelated subscales. Items were chosen for the NAQ if they had a high pattern
coefficient (i.e., .30 or higher) on a factor and small pattern coefficients on the other three
factors (i.e., Need for Achievement (n Ach), Need for Affiliation (n Aff), Need for
Autonomy (n Aut), and Need for Dominance (n Dom) (Heckert, 2000).
Needs Assessment Questionnaire's Reliability
Item-total correlations and Coefficient Alphas were calculated for both the
original and new scales on the confirmation sample. As with the creation sample, the
average item-correlations were higher for the new scales than for the original scales: r =
.76 versus r = .59 for the nAch scales; r = 72 versus r = 51 for the nAff scales; r = .61
versus r = 52 for the nAut scales; and r = .72 versus r = .65 for the nDom scales. As with
the creation sample, the alphas are much higher for the new scales, ranging from a= .65
to a= 81 (Heckert, 2000).
Needs Assessment Questionnaire's Validity
Validity was assessed by correlating scores on the NAQ scales with Jackson's
(1966) Personality Research Form (PRF) scales. Each of the NAQ scales were
statistically significantly related to its corresponding PRF scale. The correlations between
the scales were r = .56, p < .001 for the nAch scales; r = 48, p < .001 for the nAff scales;
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r = .34, p < .001 for the nAut scales; and r =. 76, p <. 001 for the nDom scales (Heckert,
2000).
Permission to use the Leadership Behavior Inventory
Permission to use the Needs Assessment Questionnaire was granted to the
researcher by the instrument’s chief developer, Dr. Teresa Heckert, at Truman State
University.
Data Collection
Utilizing the survey instrument, data was collected from urban middle school
teachers who had served in their current settings with their current principals for a
minimum of 4 years. Data was collected to answer the following research questions.
1. Among urban middle school teachers, how do the 4 motivational need-types
(Achievement, Affiliation, and Autonomy, and Dominance) compare?
2. How do urban middle school teachers rank order Green’s 16 leadership
dispositions?
3. What is the relationship between teachers’ motivational need-types and their
ranking of the 6 most preferred principal dispositions?
4. Is there a difference in teachers’ rank ordering of the 6 most preferred principal
dispositions by their intent to “stay” or “leave” their professional situations?
5. Is there a difference in the motivational need-types of teachers by their intent to
“stay” or “leave” their professional situations?
Data Analysis
The survey data will be disaggregated and analyzed using Statistical Package for
the Social Sciences (SPSS). Descriptive analyses will be used to compare the 4
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motivational need-types of urban middle school teachers and to determine how these
teachers rank order Green’s 16 leadership dispositions. The means and standard
deviations will be examined. A matrix of correlation will be utilized to examine the 4
motivational need-types of urban middle school teachers across the top 6 leadership
dispositions. Multi-variate analysis of variance (MANOVA) will determine the
relationship between the top 6 leadership dispositions and teachers’ future professional
plans to leave or remain in the teaching profession.
Summary
Since the behavior(s) of school leaders can positively or negatively influence
urban middle school teachers’ decisions to remain in the teaching profession, it is
important to determine how to implement Green’s leadership dispositions in ways
resulting in increased productivity and teacher retention. This chapter has explained the
methods used in this quantitative study. The next chapter will present the results obtained
with those methods.
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Chapter 4: Results
Introduction
The purpose of this study was to explore the relationships between teachers’
workplace motivational needs, the leadership dispositions that they would prefer to see in
their supervising principals, and their future intentions as a “stayer” in the teaching
profession or, in some sense, a professional “leaver.” Specific research questions that
derive from this overall purpose are as follows:
1. Among urban middle school teachers, how do the 4 motivational need-types
(Achievement, Affiliation, and Autonomy, and Dominance) compare?
2. How do urban middle school teachers rank order Green’s 16 leadership
dispositions?
3. What is the relationship between teachers’ motivational need-types and their
ranking of the 6 most preferred principal dispositions?
4. Is there a difference in teachers’ rank ordering of the 6 most preferred
principal dispositions by their intent to “stay” or “leave” their professional
situations?
5. Is there a difference in the motivational need-types of teachers by their intent
to “stay” or “leave” their professional situations?
After a brief description of the sample of middle school teachers who chose to
participate in this study, the chapter will then turn to outlining the analytic procedures
and providing the statistical outcomes pertinent to answering the five research questions
previously mentioned. A brief summary of what was learned from these analyses will
conclude the chapter.
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Description of Sample
As noted in Table 1, some 138 middle schools teachers provided complete data
with respect to the 4 workplace motivational needs, the 6 most preferred of 16 principal
dispositions, and the single item regarding their future professional intentions. While the
sample of responding teachers was overwhelmingly female (78.3%) and largely African
American (65.2%), their numbers were nearly equally distributed when categorized by
age, by total years of teaching experience, and by years teaching at their particular
schools. By age category, nearly 60% of the responding teachers were 45 years or less
(57.7%), while slightly more than 40% could be considered older than middle aged
(42.3%). In terms of total years of teaching experience, roughly equal numbers of the
sampled teachers professed to have been employed as a teacher for fewer than 5 years
(24.8%), 6 to 10 years (29.2%), 11 to 15 years (20.4%), and 16 or more years (25.5%).
As regards to the number of years teaching at their current school, a like distribution was
observed: whereas about half of the teachers had been at their schools between as a few
as 1 year (25.0%) or as many as 3 years (22%), about that many more had been employed
at their current schools between 4 and 7 years (25.8%) or 8 or more years (27.3%).
With respect to such demographic characteristics as educational attainment and
future professional intentions, the distributions were decidedly skewed. With respect to
years of education, about half the sample had completed coursework above the Master’s
level (50%), with the remainder either at (29.7%) or below (20.3%) that level of degree
attainment. While there was some variation in what the respondents were planning to do
professionally, nearly two-thirds of them noted unequivocally that they planned to remain
at their current schools (65.2%). As for the roughly 35% of the respondents who could be
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considered in some sense professional “leavers,” less than 5% indicated that they planned
to leave education altogether (4.3%), while the remainder implied that they planned to
wait until either a better opportunity presented itself (20.3%) or that, although they were
intent on moving, doing so did not seem immediately feasible.
As previously mentioned, these 138 middle school teachers responded to all or
most of the items measuring the four motivational needs represented in the Needs
Assessment Questionnaire [Appendix D], in addition to choosing six of 16 principal
dispositions as their most preferred and indicating their own status as a future
professional “stayer” or “leaver.” Given the differences in the way that these variables
were measured—the interval level of measurement for the 4 needs, the ordinal level of
measurement for the dispositions, and the nominal level of measurement for professional
plans—means and standard deviations were computed and Analysis of Variance
(ANOVA) and t-test procedures were applied relative to the first variable, mean ranks
computed and non-parametric analogues of the ANOVA and t-test procedures applied
relative to the second variable and frequency counts within categories computed with
respect to the third and dichotomously-coded final variable. These differences noted,
shifts in what counts as evidence will be apparent as answers to the study’s five research
questions are provided in the sections following.
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Table 1
Demographic Characteristics of Respondents (N = 138)

Variable

n

%

Male
Female

30
108

21.7
78.3

20–35 years
36–45 years
46–55 years
56 Years or more

27
52
36
22

19.7
38.0
26.3
16.0

African-American
White/Caucasian
Other/Not answered

90
44
4

65.2
31.9
2.9

Years Teaching
1 to 5 years
6 to 10 years
11 to 15 years
16 years and above

34
40
28
35

24.8
29.2
20.4
25.5

Years at This School
1 year
2 to 3 years
4 to 7 years.
8 years or more

33
29
34
36

25.0
22.0
25.8
27.3

Highest Degree
Below Masters
Masters
Above Masters

28
41
50

20.3
29.7
50.0

Future Professional Plans
Continue working at my current school
Continue working until a better opportunity appears
Continue working but leave this school/district ASAP
Leave education altogether.

90
28
14
6

65.2
20.3
10.1
4.3

Gender

Age

Ethnicity
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Quantitative Findings and Answers to Research Questions
Question 1: Among urban middle school teachers, how do the 4 motivational need-types
(Achievement, Affiliation, and Autonomy, and Dominance) compare?
After computing scale means across the five statements soliciting the need for
achievement (M = 4.75, SD = 0.38), affiliation (M = 3.30, SD = 0.60), autonomy (M =
3.67, SD = 0.59), and dominance (M = 3.47, SD = 0.64), the resulting computations were
compared using the repeated measures Analysis of Variance procedure (R-ANOVA),
with dependent t-tests performed as regards follow-up comparisons between pairs of
means.
As noted in Table 2 and graphically portrayed in Figure 1, the outcome of the RANOVA was highly statistically significant ( = .093, F(3, 134) = 438.32, p < .001, p2=
.91), with the need for achievement (N Achievement) exceeding all other needs and the
need for autonomy (N Autonomy) exceeding the needs for affiliation (N Affiliation) and
dominance (N Dominance).
Consistent with these results, the largest correlated effect sizes differences were
observed for those involving N Achievement versus N Affiliation (d = 2.83), N
Achievement versus N Autonomy (d = 2.15), and N Achievement versus N Dominance
(d = 2.34). Concomitantly, the comparisons evidencing the smallest correlated effect size
differences involved N Affiliation and N Autonomy (d = -.26) and N Affiliation and N
Dominance (d = -.29). A moderate correlated effect size difference was observed for the
comparison involving N Autonomy and N Dominance (d = .53).
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Table 2
Repeated Measures Analysis of Variance Summary of Four Scale Means Derived from
the Needs Assessment Questionnaire

Need

1. N Achievement
2. N Affiliation

All Respondents
(N = 138)
M

SD

4.75

0.38

3.30

0.60

3. N Autonomy

3.67

0.59

4. N Dominance

3.47

0.64

1

2

3

4




















Note. The results of a one-way repeated measures Analysis of Variance (R-ANOVA)
suggested a highly significant difference between the four means ( = .093, F(3, 134)
= 438.32, p < .001, p= .91), with the results of follow-up paired comparisons
suggested in the table above. In those instances where the comparisons were
statistically significant at the corrected alpha levels (p < .008), cells with "up" arrows
denote comparisons where the mean at left exceeds the numbered mean above, while
cells with "down" arrows denote comparisons where the mean at left is lower than the
numbered mean above.
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Figure 1. Line graph of four motivational needs scale means obtained for all respondents
on the Needs Assessment Questionnaire

Looking forward to the results pertinent to Question 5, inspection of Table 3 in
tandem with the graph of subgroup means appearing in Figure 2 suggests some
modification in the aggregate pattern of differences between means when one’s status as
a “stayer” or “leaver” is taken into account (that is, an apparent statistical “interaction”).
While the need for Achievement appears to be higher for stayers (M = 4.82, SD = 0.30)
than leavers (M = 4.62, SD = 0.47), the need for Autonomy appears to be stronger among

46

the teachers who would depart from their current schools (M = 3.81, SD = 0.63) as
opposed to staying at them (M = 3.59, SD = 0.56).

Table 3

Means, Standard Deviations, and Effect Size Differences Obtained for “Stayers” and
“Leavers” on the Needs Assessment Questionnaire

Need

Stayer (n = 90)

Leaver (n = 48)

g

M

SD

M

SD

1. N Achievement

4.82

0.30

4.62

0.47

0.54

2. N Affiliation

3.32

0.62

3.26

0.58

0.10

3. N Autonomy

3.59

0.56

3.81

0.63

-0.37

4. N Dominance

3.45

0.67

3.50

0.57

-0.08
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Figure 2. Line graph of 4 motivational needs scale means obtained for groups of
respondents as “stayers” and “leavers” on the Needs Assessment Questionnaire

Question 2: How do urban middle school teachers rank order Green’s 16 leadership
dispositions?
Inspection of the frequencies observed for each disposition ranked from first to
sixth as most preferred and the resulting mean rank computed for each disposition from
these frequencies suggests that middle school teachers do not in general value these
principal dispositions to the same extent (see Table 4). At one extreme, the dispositions
“Character” and “Vision” were ranked first or second by more than 1 in 3 respondents
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(34.1%) and almost 1 in 4 respondents (22.5%), respectively. At the other extreme,
dispositions such as “Openness” and “Courage” were ranked by no one as first in
importance (0.0%), and dispositions such as “Passion” and “Rapport” were ranked first
by only 2 of 138 respondents at best (1.4%).
Formal testing of the differences among the mean ranks computed for each of the
16 dispositions was performed using the Friedman ANOVA procedure, the nonparametric analogue of the R-ANOVA. With, as noted in Table 5 and as rendered
graphically in Figure 3, the outcome of the Friedman test proving to be highly
statistically significant (2(15) = 216.19, p < .001), some 120 Wilcoxson signed rank tests
were conducted as “follow-ups” to determine which particular pairs of dispositions
differed at the corrected alpha level (that is, alpha = .05/120 or p < .001).
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Table 4
Percentage of Respondents Assigning a Rank of 1 to 6 for Each of 16 Dispositions (N =
138)

Disposition

1st
%

2nd
%

Rank
3rd
4th
%
%

01. Character

21.7

12.3

6.5

3.6

3.6

5.1

2.4

02. Commitment

1.4

8.0

9.4

10.1

5.1

8.7

1.4

03. Communication

6.5

7.2

15.2

10.9

11.6

5.8

2.0

04. Compassion

2.9

.7

2.9

8.0

4.3

3.6

0.7

05. Consistency

2.9

10.1

8.7

8.0

12.3

8.7

1.6

06. Courage

0.0

1.4

2.2

3.6

3.6

2.2

0.4

07. Ethics

8.0

8.0

4.3

5.8

6.5

6.5

1.4

08. Honesty

6.5

2.2

5.1

5.1

4.3

5.1

1.0

09. Fairness

3.6

8.0

8.0

7.2

3.6

12.3

1.3

10. Integrity

10.1

3.6

6.5

10.1

13.8

10.1

1.7

11. Openness

0.0

1.4

1.4

4.3

2.9

2.9

0.3

12. Passion

1.4

2.9

4.3

2.2

3.6

1.4

0.6

13. Rapport

1.4

2.2

.7

5.1

4.3

3.6

0.5

14. Respect

6.5

13.0

9.4

8.0

3.6

4.3

1.8

15. Trust

6.5

8.0

6.5

2.2

5.8

7.2

1.3

16. Vision

15.9

6.5

4.3

1.4

6.5

8.0

1.7

5th
%

6th
%

M
Rank

With the direction as higher or lower noted in Table 5, some 51 of the total
number of comparisons (that is, about 43%) proved be statistically significantly different
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at p < .001. Employing the Wilcoxson “Z” statistics to compute effect sizes expressed as
correlations (such that r  Z N ), Table 6 provides not only the direction of the
differences but some sense of their relative strength. Thus, while 51 of 120 comparisons
may be said to be statistically significantly different, 11 of those 51 comparisons may be
regarded substantively important as well (with r >= .50) Of the 11 comparisons, five
involve the disposition “Character” versus the dispositions “Compassion,” (r = .53),
“Courage” (r = .58), “Openness” (r = .57), “Passion” (r = .51), and “Rapport” (r = .53);
three involve the disposition “Communication” versus the dispositions “Courage” (r =
.53), “Openness” (r = .58), and “Rapport” (r = .50); two involve the disposition
“Integrity” versus the dispositions “Courage” (r = .51), and “Openness (r = .51); and one
involves the disposition “Respect” versus the disposition “Openness” (r = .51).
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Figure 3. Bar graph of Respondents’ Mean Preferential Ranking of 16 Leadership
Dispositions
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Table 5
Summary of Friedman Non-Parametric Analysis of Variance and Post Hoc Testing of
Respondents' Rank Ordering of 16 Dispositions

Disposition
01. Character
02. Commitment
03. Communication
04. Compassion
05. Consistency
06. Courage
07. Ethics
08. Honesty
09. Fairness
10. Integrity
11. Openness
12. Passion
13. Rapport
14. Respect
15. Trust
16. Vision

01 02 03 04 05 06 07 08 09 10 11 12 13 14 15 16




   







  
  
  








  


 

  
  

  
  
  


  

2

Note. The Friedman test was highly statistically significant ( (15) = 216.19, p < .001), with
the results of follow-up testing shown in the table above. In those instances where these test
results were statistically significant at the corrected alpha levels (p < .001), cells with "up"
arrows denote comparisons where the mean rank for the numbered disposition at left exceeds
the mean rank for the numbered disposition above, while cells with "down" arrows denote
comparisons where the mean rank for the disposition at left is lower than the mean rank for the
disposition above.
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Table 6
Effect Sizes Linked to Significantly Different Comparisons of Respondents’ Rank Ordering of 16 Dispositions

Disposition
01. Character
02. Commitment
03. Communication
04. Compassion
05. Consistency
06. Courage
07. Ethics
08. Honesty
09. Fairness
10. Integrity
11. Openness
12. Passion
13. Rapport
14. Respect
15. Trust
16. Vision

01

02
0.31

03

04

05

0.53
0.44

06

07

08

09

0.58
0.42
0.53

0.30

0.40

0.30

10

0.31

-0.35

11

12

13

0.57
0.42
0.58

0.51
0.31
0.46

0.53
0.34
0.50

0.49

0.39

0.43

-0.36
0.47
-0.39

14

-0.40

-0.39 -0.51

15

16

-0.32

-0.48 -0.38 -0.48
0.41
0.30
0.42
0.51

0.33

0.36

0.31
0.39

0.34
0.47
-0.51 -0.38 -0.46
-0.40
-0.41
-0.43 -0.30 -0.41

Note. Filled cells indicate differences that are statistically significant at p < .001. Cells that are both filled and shaded indicate differences that are
substantively important as well as statistically significant.
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Question 3: What is the relationship between teachers’ motivational need-types and their
ranking of the 6 most preferred principal dispositions?
To assess the extent of relationship between each of the 4 motivational need-types
(measured at the interval level) and the 16 dispositions (measured at the ordinal level), a
total of 64 Spearman rank correlations were computed. As indicated in Table 7,
systematic relationships between need-types and dispositional rankings do not present
themselves as a general rule. However, two-tailed, statistically significant relationships
were observed between the need for Affiliation and the disposition Courage
(p <and the need for Autonomy and the dispositions of Consistency
(p <and Rapport (p <and the need for Dominance and the
disposition of Courage (p < Because no other correlations appeared to
approach statistical significance, the remaining 60 correlations between need-types and
preferred dispositions may be regarded as effectively zero.
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Table 7
Spearman Correlations between Respondents' Scale Means on the Needs Assessment
Questionnaire and their Preference Ranking of 16 Leadership Dispositions

Disposition

N Achievement


N Affiliation


N Autonomy


N Dominance


Character

.035

.111

.037

.023

Commitment

.022

.128

-.021

.071

Communication

.004

.124

-.119

-.081

Compassion

-.085

.086

.036

-.163

Consistency

-.008

.043

-.246**

-.070

Courage

-.004

-.185*

.055

.211*

Ethics

.039

-.024

.096

-.058

Honesty,

-.110

-.039

-.082

-.082

Fairness

.026

-.063

-.074

-.050

Integrity

-.031

.026

.133

.094

Openness

.001

-.124

-.101

-.095

Passion

-.020

.011

.033

.094

Rapport

.080

.095

.194*

.156

Respect

.052

.072

.091

-.003

Trust

-.114

-.148

-.017

.077

Vision

.062

-.067

-.036

.128

**p < .01, *p < .05 (two-tailed).
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Question 4: Is there a difference in teachers’ rank ordering of the 6 most preferred
principal dispositions by their intent to “stay” or “leave” their professional situations?
Based on their responses to the questionnaire item concerning their future
professional intentions, teacher respondents were grouped as “stayers” (n = 90) or
“leavers” (n = 48) and their mean rank ordering of the 16 dispositions subjected to
statistical analysis using a series of Mann-Whitney U tests, the non-parametric analogue
of the independent t-test. As indicated in Table 8, no statistically significant difference
was observed in the ranking of the 16 dispositions by teacher subgroup with the
exception of the disposition “Vision.” In that instance, the subgroup of “leavers” tended
significantly more strongly to prefer that their principals show “Vision” than did the
subgroup of “stayers.” (U = 1663.0, Z = -2.47, p < .01, r = -.21). By the same token, the
effect of that grouping may not be regarded as especially robust, in light of the low
correlation computed to gauge its impact.
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Table 8
Mann-Whitney U Test Outcomes and Effect Sizes Comparing Rank Ordering of Most
Preferred Leadership Dispositions by Groups of Respondents “Stayers” and “Leavers”

Stayer
(n = 90)

Leaver
(n = 48)

Disposition

U

Z

r

Mean
Rank

Sum of
Ranks

Mean
Rank

Sum of
Ranks

01. Character

73.4

6608.5

62.1

2982.5

1806.5

-1.68

-0.14

02. Commitment

67.3

6061.0

73.5

3530.0

1966.0

-0.96

-0.08

03. Communication

69.4

6250.0

69.6

3341.0

2155.0

-0.02

0.00

04. Compassion

72.2

6498.5

64.4

3092.5

1916.5

-1.49

-0.13

05. Consistency

70.5

6342.0

67.7

3249.0

2073.0

-0.42

-0.04

06. Courage

71.2

6403.5

66.4

3187.5

2011.5

-1.13

-0.10

07. Ethics

70.1

6306.0

68.4

3285.0

2109.0

-0.26

-0.02

08. Honesty

70.0

6299.5

68.6

3291.5

2115.5

-0.25

-0.02

09. Fairness

66.1

5952.0

75.8

3639.0

1857.0

-1.51

-0.13

10. Integrity

72.5

6524.5

63.9

3066.5

1890.5

-1.27

-0.11

11. Openness

69.0

6207.0

70.5

3384.0

2112.0

-0.37

-0.03

12. Passion

68.6

6176.0

71.1

3415.0

2081.0

-0.55

-0.05

13. Rapport

69.1

6218.5

70.3

3372.5

2123.5

-0.25

-0.02

14. Respect

68.0

6124.0

72.2

3467.0

2029.0

-0.64

-0.05

15. Trust

67.2

6048.5

73.8

3542.5

1953.5

-1.07

-0.09

16. Vision

64.0

5758.0

79.9

3833.0

1663.0

-2.47**

-0.21

**p < .01.
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Question 5: Is there a difference in the motivational need-types of teachers by their
intent to “stay” or “leave” their professional situations?
As mentioned with respect to Question 1, a line graph of the motivational needtypes means by subgroups of “stayer” and “leaver” teacher respondents suggests some
departure from the aggregate trend (see, again, Figure 2 and Table 3) and the presence of
an interaction between teacher’s professional intention and their workplace needs. To
subject this observation to statistical testing, a one-way Multivariate Analysis of Variance
(MANOVA) was conducted on the subgroup pairs of means obtained for the 4 needtypes. As revealed in Table 9, the test for multivariate differences was statistically
significant, implying at least some distinction between the two groups of teachers across
the set of four needs ( = .884, F(4, 133) = 4.28, p < .01, p2= .11). In following up this
multivariate result with a series of F tests, what indeed qualifies as a statistical interaction
was observed: while “stayers” would seem to express more need for achievement than do
“leavers” (M = 4.82, SD = .30 versus M = 4.62, SD = 0.47), “leavers” would conversely
seem express more need for autonomy than do “stayers” (M = 3.81, SD = .63 versus M =
3.59, SD = 0.56). With respect to the N Achievement comparison, the effect size
expressed as a mean difference was over one-half of a standard deviation (g = 0.54). With
respect to the N Autonomy comparison, the effect size expressed as a mean difference
was slightly more than one-third of a standard deviation (g = 0.37). Effects were observed
to be near zero when the subgroup means for N Affiliation (g = 0..10) and N Dominance
(g = 0.08) were compared, however.
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Table 9
Multivariate Analysis of Variance Summary for 4 Scale Means Obtained on the Needs Assessment Questionnaire by Respondents’
Status as a “Stayer” or “Leaver”

ANOVA
df(1, 136)
MANOVA
df (4, 133)

N Achievement



F

p2

0.8859

4.28**

0.11



N Affiliation

N Autonomy

N Dominance

F

p2

F

p2

F

p2

F

p2

9.22**

0.06

0.29

0.00

4.45*

0.03

0.21

0.00

**p < .01. *p < .05.
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Summary
Teacher respondents differed in the aggregate in their workplace need levels—
with N Achievement highest—and in their ranking of the dispositions they most preferred
to see in their principals—with the disposition “Character” more favorably rated than 5 of
15 others. At the same time, a respondent’s ranking of the dispositions appeared to be
only marginally related to his or her workplace needs and to his or her future professional
intentions. Only the ranking of the disposition “Vision” appeared to discriminate
between groups. However, being a “stayer” or “leaver” would somehow seem to be
connected to a teachers’ workplace needs, given the group differences in motivational
profiles observed with respect to N Achievement (favoring the “stayers”) and N
Autonomy (favoring the “leavers”). The implications of these findings will be explored
more fully in the concluding chapter.

61

Chapter 5: Discussion
Introduction
The purpose of this study was to explore the relationships between teachers’
workplace motivational needs, the leadership dispositions that they would prefer to see in
their supervising principals and their future intentions as a “stayer” in the teaching
profession or in some sense, a professional “leaver.” This chapter presents (a) a
discussion of the findings, (b) implications of the findings and their relationship to prior
research, (c) conclusions, and (d) recommendations for future study.
Discussion of the Findings
Quantitative methods were utilized to determine if the motivational orientation of
urban middle school teachers (need-types) and the behavior of their school leaders
positively or negatively influenced their decisions to remain in or leave the teaching
profession. The applied research design was employed to determine the relationship, if
any, that existed between urban middle school teachers’ motivational orientations, their
preferred leadership dispositions, and their future professional plans. This investigation
was significant in that it attempted to address teacher attrition, a problem that needs to be
solved to improve the practice of education (McMillan, 2008).
Question 1. Among urban middle school teachers, how do the 4 motivational
need-types, Achievement, Affiliation, Autonomy, and Dominance compare?
Data regarding this question revealed that the urban middle school teachers
participating in the study differed relative to their motivational need-types. Of the 4 needtypes under study, (N Achievement), (N Affiliation), (N Autonomy), and (N Dominance),
(N Achievement) exceeded all other needs-types. While (N Autonomy) exceeded (N
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Affiliation) and (N Dominance), the largest difference was between (N Achievement) and
(N Affiliation) followed by (N Achievement) and (N Autonomy), and (N Achievement)
and (N Dominance), respectively. The smallest difference was between (N Affiliation)
and (N Autonomy) followed by (N Affiliation) and (N Dominance).
These finding are not surprising given that studies on the needs of teachers
appearing in the literature reported that teachers say they enter the profession to make a
positive difference in the lives of the children they serve (Pilhal, 1982). What also
seemed to surface in this study was the notion that intrinsic motivation was an
influencing factor among middle school teachers. There appeared to be a high correlation
between intrinsic motivation and teaching. Fulfillment of teaching provides intrinsic
rewards for many teachers.
Professional effectiveness comes from being aware of one’s strengths and
limitations (Kottler & Zehn, 2000). Wheatley (2000) stated that "teacher efficacy refers
to teachers’ beliefs about their ability to influence student outcomes". Similarly, teacher
efficacy has also been defined as "teachers’ general beliefs about the possibility of
producing student learning in the face of multiple obstacles such as an unsupportive
home environment" (Dörnyei, 2001).
Teachers are often encouraged when they see students gain new insights, become
more engaged in academic instruction, and learn about themselves. Many individuals are
attracted to teaching by a sense of service, because they want to make a clear, tangible
difference in the lives of others. Most teachers are not teaching for the money, the time
off, or the recognition. Most teachers enter the profession because they genuinely desire
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to make a difference in the lives of their students and they realize the value of education.
Thus, it would be expected that teachers would exhibit a high need of achievement.
From his study on intrinsic motivational factors, Plihal reported that a teacher's
years of experience were positively correlated with intrinsic rewards conceptualized by
the importance attached to "reaching students" (Plihal, 1982). This finding is further
evidenced by data from this study that revealed a positive correlation between teachers
who are classified as stayers and those who reported a need to achieve.
Addison and Brundrett's (2008) reported that teachers are most highly motivated
when their individual needs were fulfilled. Thus, it is may be helpful for principals to
understand that teachers identified as having a high need for achievement may be
intrinsically motivated to assist students achieve academically, while teachers identified
as other motivational need-types might achieve greater success with the use of other
motivational strategies.
Question 2. How do urban middle school teachers rank order Green’s 16
leadership dispositions?
Analysis of the mean ranks of the 16 dispositions surfaced 6 leadership
dispositions as those most significant to urban middle school teachers. The 6 leadership
dispositions were character, communication, respect, vision, integrity, and consistency.
Character was the most significant leader disposition preferred by urban middle school
teachers, followed by communication, respect, integrity, vision, and consistency,
respectively. Character and vision were ranked first or second by 34.1% of the
participants and 1 in 4 by 22.5% of the participants. It should be noted that among the
ranking of the 16 dispositions, passion and rapport were ranked first by only 2
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respondents and openness and courage were ranked almost by none of the participants.
Also, the disposition of compassion was not identified as a highly significant leader
disposition preferred by urban middle school teachers. A discussion of each of the 6
preferred dispositions is presented in the next section.
Character. It is not surprising that charter surfaced as number one among the
dispositions. Having served 8 years as an administrator in urban middle schools, I have
found that teachers want principals who demonstrate character. Teachers respect
principals that are consistent and ethical (Hater & Bass, 1988). Teachers want their
principals to say what they mean and mean what they say. Similar to how great teachers
motivate their students; great principals inspire their teachers to work to their fullest
potential. In spite of obstacles and barriers, principals with a high degree of character
achieve success, demonstrating their resilience and optimistic outlook (Kouzes & Posner,
2012).
When examining the relationship between leaders and followers Knuth and Banks
(2006) postulate that a basic need of those who are being led is the underlying belief that
their leaders are people of character. Character determines the authenticity of a leader and
how strongly that leader is committed to his or her values (Covey, 1989). Evans (1996)
suggested that such leaders foster trust in others. He wrote, "Trust is the essential link
between leader and led, vital to people’s job satisfaction and loyalty, vital to
followership" (p. 183).
Communication. The second ranked disposition was communication. Effective
communication is vital to success in any organization, especially in schools. School
leaders must actively listen to diverse points of view and use the process of
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communication to link individuals, groups and the organization for the purpose of
building relationships, establishing trust, and earning respect for self and others (Green,
2013).
School leaders are responsible for exhibiting behaviors and facilitating activities
that result in a collaborative culture within the school. Members should feel respected and
that their input is valued. When a culture of collaboration exists, collegiality, trust, and
openness promote a climate of professionalism whereby stakeholders help move the
organization towards the successful attainment of established goals (Green, 2009).
Developing a productive environment conducive to learning involves establishing
a school atmosphere that promotes cooperation, trust, loyalty, openness, pride, and
commitment (Parish, 2002). Without effective communication, teachers will be less
likely to develop the level of trust necessary to facilitate a positive school climate,
increased student outcomes, and longevity in the teaching profession.
Respect. The third disposition preferred by teachers in the study was respect.
Again, it is not surprising that respect ranked in the top 6 dispositions. When reviewing
the literature on school leadership, respect surfaced as a preferred leadership disposition
(Hancock, et al., 2006). A school leader that demonstrates respect recognizes the
contributions of others and shows appreciation for individual excellence (Kouzes &
Posner, 2012). This leader treats people in the organization as he or she would like to be
treated, and that is with dignity and courtesy (Ciancutti & Steding, 2001). Respect and
trust work hand in hand. Regarding trust, the school leader inspires in others a belief in
his or her consistency in words, actions, and deeds (Ciancutti & Steding, 2001). There are
no gaps between what the leader says or does. You can count on this leader to deliver on
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his or her promises, and be confident in the leader's promised action (Ciancutti &
Steding, 2001).
Respect is not just given; it is earned. Developing an environment of trust will
help school leaders earn the respect of his or her teachers. As a principal, I have found
that teachers respect you when you are fair and consistent, lead by example, honor your
promises, maintain privacy and confidentiality, hold high expectations for yourself and
all those that work within the school, and recognize their efforts and accomplishments.
The school leader and faculty must maintain a positive working relationship in
order to retain quality teachers in urban school settings. In order for this relationship to
hold value, teachers must see their leaders as individuals who are honest, fair, possessing
integrity, and affording respect to all followers (Green, 2010).
Integrity. Integrity is important to teachers. Consequently, it was the fourth
ranked disposition preferred by teachers in the study. A leader with integrity adheres to a
set of ethical principles, while displaying soundness of moral character and being honest
regarding actions taken (Strike et al., 2005). Leaders with integrity take responsibility for
their actions and are willing to ensure that all students have access to knowledge (Strike
et al, 2005). Teachers appreciate leaders that are honest and accountable. Integrity is also
significant in developing trust and collaborative working relationships. Knuth and Banks
(2006) offer that leaders who are of strong character, exhibiting dispositions such as
integrity, fairness, and ethical behavior, forge positive relationships and are best
positioned to lead complex organizations such as schools.
Vision. The fifth disposition preferred by teachers in the study was vision. In
Proverbs 29:18 of the King James' Version (KJV) of the Bible, the writer stated, "Where
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there is no vision, the people perish". Having stated this, one would logically expect
vision to rank in the top 6 preferred leader dispositions. Without a strong vision, the
school would eventually cease to exist. This furthermore supports why teachers in the
study reported preferring principals that exhibited vision. Urban middle school teachers
want a leader that continuously searches for high standards of learning for all students,
imagining exciting and ennobling possibilities (Kouzes & Posner, 2012). Vision is also
advocated by ISLLC Standard 1. This standard states "An education leader promotes the
success of every student by facilitating the development, articulation, implementation,
and stewardship of a vision of learning that is shared and supported by all stakeholders".
School leaders are expected to manage the complexities of today's urban schools,
if they are to retain quality teachers. To that end, principals must be strong
communicators, problem solvers, change-agents, and transformational leaders. Therefore,
effective school leaders must be able to create a shared vision and inspire others within
the organization to embrace the vision as well (Kouzes & Posner, 2002). Principals who
lead high-performing schools are certain about the vision of the school and they are
confident in their abilities to guide the entire school community to the primary goal of
increased student achievement and sustainable school success (Leithwood & Riehl,
2003). Additionally, principals who have proven successful in sustaining the vision of the
school do so by consistently setting and communicating to stakeholders goals that are
attainable (Cotton, 2003; Marzano, Waters, & McNulty, 2005). Whitaker, Whitaker, &
Lumpa (2000) suggested that in order for the vision of the school to move forward it is
essential that a level of trust is established between the leader and those who work with
him or her.
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Consistency. Middle school teachers in the study ranked consistency sixth of the
6 most preferred dispositions for their principal to exhibit. Urban middle school teachers
in the study reported preferring a consistent school leader. A school leader that
demonstrates consistency establishes a standard of excellence and maintains that standard
while performing and making decisions (Green, 2013). The behavior of this leader is
consistent with minimal variation as he or she transmits a sense of mission, stimulates
learning experiences, and motivates new ways of thinking (Hater & Bass, 1988).
Question 3. What is the relationship between teachers’ motivational need-types
and their ranking of the 6 most preferred principal dispositions?
Dispositions are characterized as values, beliefs, and attitudes which are exhibited
in the behavior of leaders (Melton et al., 2010). While differences exist between the
varying opinions of what defines a disposition, a number of studies appearing in the
literature offer evidence that the disposition of a school leader can impact teacher
retention and student outcomes (Barge, 2009; Barlow, Jordan, & Hendrix, 2003; Helm,
2010).
If school leaders understand where followers are, relative to their need-types, they
are better equipped in understanding how their behaviors influence the motivation and
behaviors of their followers (Whitaker et al., 2000). Effective schools have effective
principals, displaying positive and influencing dispositions (Donaldson, 2006).
With regards to Question 3, a total of 64 Spearman rank correlations were
computed to assess the extent of relationships between each of the 4 motivational needtypes (measured at the interval level) and the 16 dispositions (measured at the ordinal
level). An analysis of the data revealed a significant relationship between (N Affiliation)
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and courage, (N Autonomy) and consistency and rapport, and (N Dominance) and
courage.
Simply stated, teachers with a high need for affiliation prefer their principals to
exhibit courage. Courage is necessary for principals to be creative and innovative,
address low expectations regarding instructional practices, hold all stakeholders
accountable for helping the school meet its goals, and to make ethical decisions when
most would prefer decisions favoring the status quo, current trends, or their own
individual interests.
Teachers with a high need for autonomy, prefer their principals to exhibit
consistency and rapport. Thus, a high level of trust and rapport must occur between the
school leader and the teachers with a high need for autonomy. When teachers are given
autonomy, they are free to make decisions that directly impact their work with limited
direction from the school leader. However, in order for a teacher to be given autonomy, a
school leader must trust that the teacher will exercise good judgment and produce the
expected outcome. Trust occurs easier when the school leader feels that he or she shares
similar values with the teacher. Moreover, fostering a strong climate of trust will require
the school leader to maintain consistency in his or her expectations, decision-making
processes, and administrative support.
Teachers with a high need for dominance prefer their principals to have courage.
School leaders must possess courage as teachers with a high need for dominance like to
lead. These teachers would be the teachers selected to be team leaders, department chairs,
and called upon to lead special school projects. Moreover, these teachers enjoy providing
feedback and support to others. Although these individuals might not be popular, school
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leaders will have to exercise courage to allow these teachers to assist in moving the
school organization towards the successful attainment of the mission and vision.
Question 4. Is there a difference in teachers’ rank ordering of the 6 most
preferred principal dispositions by their intent to "stay" or "leave" their professional
situations?
With regards to Question 4, there was a slight difference in teachers' rank
ordering of the 6 most preferred principal dispositions by their intent to "stay" or "leave"
their professional situations. Based on their responses to the questionnaire item
concerning their future professional intentions, teacher respondents were grouped as
“stayers” (n = 90) or “leavers” (n = 48) and their mean rank ordering of the 16
dispositions. No statistically significant difference was observed in the ranking of the 16
dispositions by teacher subgroup with the exception of the disposition “Vision.” In that
instance, the subgroup of “leavers” tended significantly and more strongly to prefer that
their principals show “Vision” than did the subgroup of “stayers.” Based on the literature
regarding the behavior of effective school leaders, it is understandable that if no vision
existed in the school that teachers would want to leave. Teachers need direction and, in
some instances, structure. In the absence of vision, teachers would become frustrated,
confused, and demonstrate decreased levels of commitment. Factors like commitment,
work satisfaction, conflicting roles, relations with colleagues, and relations between the
trainee teachers and school administrators are very important in carrying out their duties
as teachers (Ismail, 1989). When teachers are not committed to their work, they fail to
assist the school in meeting its goals. Contrariwise, when a principal exhibits a vision and
gets the faculty to share that vision, the faculty tends to reach a higher level of
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satisfaction, resulting in greater commitment, teacher retention, and the increased
likelihood of the school's goal attainment.
Review of the literature indicated the following 6 key reasons that teachers leave
the teaching profession: 1) isolation, 2) ineffective communication among teachers and
school administration, 3) instability in responsibilities, 4) lack of praise or recognition, 5)
unfair practices, and 6) lack of administrative support.
Teaching is a difficult profession made more difficult when working alone.
Teachers should not be working in isolation. Thus, school leaders must build rapport with
their teachers and make them feel that they belong in the school. When employees have a
feeling of belonging, their self-concepts are enhanced, resulting in the greatest possibility
for high achievement (Packard, 1984).
As discussed previously, school leaders must possess the leader disposition of
communication to prevent teachers from leaving the profession. School leaders are
responsible for exhibiting behaviors and facilitating activities that result in a collaborative
culture within the school. Members should feel respected and that their input is valued.
When a culture of collaboration exists, collegiality, trust, and openness promote a climate
of professionalism whereby stakeholders help move the organization towards the
successful attainment of established goals (Green, 2009).
Teachers leave when the school leader behaves inconsistently. In fact, teachers
who reported a major change in their teaching responsibilities within the last 2 years
showed a greater tendency to contemplate quitting than those whose teaching
responsibilities had not changed (Hall & Carroll, 1987). This is why it is important for
school leaders to demonstrate the leader disposition of consistency.
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The literature found that teachers leave because they are demotivated or not
recognized for their efforts. Consequently, school leaders must exercise the leader
disposition of respect. There is much evidence to indicate praise is more effective than
reproof or punishment (Bjorkquist, 1982, p. 127). A consistent negative work
environment promotes teacher attrition.
Teachers carefully observe the actions of their school leaders. This is the reason
the leadership disposition of fairness is so vital. When teachers feel that the school leader
does not allow them to participate in decision-making and does not regard their feedback,
it causes them to feel unvalued and promotes their departure from the profession. Snider
(1999) asserted that many new teachers are demoralized by the lack of autonomy and
professional status they find in the schools and “as many as one-half of all new teachers
respond by leaving the profession” (p. 64).
In conclusion, for a school to be successful, all members of the school
organization must be committed to the school's mission and vision. This is especially true
of the school leader. In showing commitment, the school leader must be dedicated to the
growth of the organization and all of the members within the organization. Lack of
administrative support is a key reason that teachers leave the profession. Although
teacher attrition factors such as low salary, student discipline, lack of planning time, etc.
were significant, the primary factor promoting teachers to leave was the lack of
administrative support (Ingersoll, 2001).
Question 5. Is there a difference in the motivational need-types of teachers by
their intent to "stay" or "leave" their professional situations?
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New teachers that find the school compliments their own style and beliefs are
more apt to remain in the profession and in a particular school more often than those who
did not fit in with the school's system (Heller, 2004). An analysis of data collected to
answer question five revealed that participants in the study who were identified as
"stayers" reported a higher need for achievement, while those identified as "leavers"
reported a higher need for autonomy. The individuals reporting a high need for
achievement also reported preferring leader who exhibited character. The disposition that
surfaced as significantly different between the two groups was vision.
A teacher that chooses to remain in the profession would want a leader with
character because the leader exhibits what they believe. The leader acts in accordance
with what he or she believes at all times and in all situations. Principals demonstrating
character exhibit what they believe and show consistency between their values, ethical
reasoning and actions, and develop confidence, optimism, hope, and resilience in
themselves and their associates (Cooper et al., 2007).
A teacher that is remaining in the profession wants his or her students to succeed.
Great time and energy is expended developing engaging lessons that challenge all
students appropriately. Teacher stability is critical, as it can negatively impact student
achievement. In 2004, Hanushek, Kain, and Rivkin's investigation found that student
achievement gains were considerably lower in classrooms in which teacher turnover was
a factor. Similarly, The Alliance for Excellent Education (2005) reported that high
teacher attrition rates have negative effects on student achievement. Plihal (1982) found
that a teacher's years of experience were positively correlated with intrinsic rewards
conceptualized by the importance attached to "reaching students".
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Some teachers planning to leave the profession wanted autonomy because they
felt having autonomy increased their voice and control. Moreover, some teachers
interpret their ability to participate in decision-making and give input in key school
initiatives as having supportive work conditions. When teachers feel that their voices are
not heard, they disengage and do not embrace their ownership of the work required to
meet the school's goals. McLaughlin (1993) found that teachers highly involved in their
work attributed their decision to stay in teaching more to supportive work conditions than
to pay. Supportive work conditions included appropriate workload, opportunities for
collegial interaction, professional development, participation in decision-making, support
for student discipline, administrative support, and teacher autonomy (McLaughlin, 1993).
In looking at the data collected in this study, there was a significant difference
between the stayers and leavers in regards to the leader disposition of vision. As a
principal, I would say this is due to stayers not recognizing the importance of vision
because it is clearly established in the schools in which they work. On the other hand,
teachers that work in schools where there is no vision can clearly see that there is not one
in place. As a result, this leader disposition becomes far more noticeable and surfaces as
significant in influencing their decision to "leave" the teaching profession. Urban middle
school teachers want a leader that continuously searches for high standards of learning
for all students, imagining exciting and ennobling possibilities (Kouzes & Posner, 2012).
Implications
The issue of teacher attrition in urban high-poverty school has implications for
cost effectiveness, as well as, educational quality. Separation costs, hiring costs, vacancy
costs, and training costs burden a district’s annual budget by utilizing funds that could be
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spent on student’s education (The National Commission on Teaching and America's
Future, 2002). The Department of Labor estimates that teacher attrition costs districts
about 30% of the leaving employee’s salary, which, in turn, costs taxpayers over $2.2
billion a year (Alliance for Excellent Education, 2005).
Empirical studies suggest that teacher stability rates for high-poverty schools also
directly impacts the educational outcomes of students. Boyd, Lankford, Grossman, Loeb,
and Wyckoff (2007) concluded that teacher attrition can negatively influence a school’s
learning environment. Hanushek, Kain, O’Brien and Ravin’s (2005) investigation found
that student achievement gains were considerably lower in classrooms in which teacher
turn-over was a factor. The Alliance for Excellent Education (2005) also reported that
high teacher attrition rates have negative effects on student achievement. Ingersoll (2001)
argued that when qualified urban teachers depart their positions, the students are more
likely to be then taught by inexperienced, less qualified teachers, which both have been
associated with lower student achievement.
When the teaching force is constantly changing, it can be difficult for
administrators in urban school settings to create a school climate conducive to high
student learning. Thus, for school leaders in urban middle schools to retain teachers, it is
imperative that they understand which dispositions of school leaders positively impact
the behavior of their subordinates.
Determining the specific needs of each individual teacher, will help school leaders
identify the leader dispositions needed to influence them to remain in the teaching
profession, reducing teacher attrition. McClelland (1988) asserted that a person’s needs
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are influenced by their cultural background and life experiences. This signifies to school
leaders that the primary need-type of a teacher is not constant, but shifts over time.
Additionally, to influence urban middle school teachers to remain in the teaching
profession, school leaders must become aware of effective intrinsic and extrinsic
motivational factors. If school leaders do not become aware of these motivational factors
and embed them into the school climate, developing a professional learning community
that enhances student achievement is likely to remain a challenging endeavor.
Summary and Conclusions
Recruiting and retaining quality teachers specific for high-poverty schools in
urban areas is a national concern, especially in light of the “No Child Left Behind” Act.
Middle schools are marked by some of the highest attrition rates in all of the K-12 years
with a 30% attrition rate in first year middle school teachers
(http://gov.searcheric.org/middle-school-teachers.html).
Gilmer (2006) contends that teachers are more likely to remain in the profession
when they are satisfied with the school’s climate and trust the leadership of the school
principal. Principals are essential in building positive relationships at the school level.
Therefore, it is important for principals to collaborate with teachers and develop mutually
supportive relationships. Many studies correlate administrative support to teacher retention
(Ladd, 2009). Studies have also shown that working conditions, particularly in the areas of
leadership and teacher empowerment, impact teachers’ decisions to remain in a particular
school or the profession in general (Ingersoll, 2001). Teachers most admire school leaders
who establish a culture by leading with dispositions reflecting character, communication,
respect, integrity, vision, and consistency (Ingersoll, 2001). Therefore, it is imperative that
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school leaders understand their leader dispositions can positively or negatively impact their
relationship with teachers, as well as, influence their future plans as educators.

This study found that the teachers planning to remain in the profession
outnumbered the teachers planning to leave by almost 2 to 1. However, out of the
teachers planning to leave the profession, the majority of these had a high need for
Achievement (N Achievement), followed by Autonomy (N Autonomy), Affiliation (N
Affiliation), and Dominance (N Dominance), respectively. Thus, being able to reach
children and being successful in the classroom appears to be of importance to urban
middle school teachers. Moreover, teachers prefer to have autonomy. This study found
that teachers that perceived they had limited autonomy represented the second largest
group of middle school teachers planning to leave the teaching profession.
This study also found that teachers with a high need for achievement (N
Achievement) planned to remain in the teaching profession. This was followed by
teachers with a high need for autonomy (N Autonomy), need for affiliation (N
Affiliation), and need for dominance (N Dominance), respectively.
In both groups, teachers planning to "stay" and teachers planning to "leave" the
teaching profession, it is interesting to note that the need for achievement (N
Achievement) and the need for autonomy (N Autonomy) were both significant factors
underlying their decisions.
Teacher respondents differed in the aggregate in their workplace need levels—
with (N Achievement) highest—and in their ranking of the dispositions they most
preferred to see in their principals—with the disposition “Character” more favorably
rated than five of 15 others. At the same time, a respondent’s ranking of the dispositions
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appeared to be only marginally related to his or her workplace needs and to his or her
future professional intentions. Only the ranking of the disposition “Vision” appeared to
discriminate between groups. However, being a “stayer” or “leaver” would somehow
seem to be connected to a teachers’ workplace needs, given the group differences in
motivational profiles observed with respect to (N Achievement) - favoring the “stayers”)
and (N Autonomy) - favoring the “leavers”. In the final analysis, when looking at all of
the leadership dispositions, the implications are as follows.
Teachers tend to stay in the teaching profession when they are working with
school leaders that display the top 6 dispositions aforementioned. Contrariwise, teachers
tend to leave the profession when these top 6 leadership dispositions are not employed.
Consequently, principals must acquire knowledge of their teaching faculty because it is
comprised of teachers with different need-types. If principals know and understand their
teachers' need-types and the leader dispositions that accompany them, they are more
likely to enhance the tenure of teachers in the profession. This finding is consistent with
the research of Green (2010) who strongly advocates that school leaders must develop an
understanding of self and others.
Recommendations for Future Research
It was perplexing that respect ranked third when urban middle school teachers
rank ordered the 16 leadership dispositions. Someone might want to conduct a study to
determine why respect was not ranked higher by urban middle school teachers.
We are in a period where researchers and writers are advocating professional
learning communities (PLCs). Additional research is needed in order to develop an
understanding of why the need for affiliation was ranked so low. Especially when it is so
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pervasive in the literature that collaboration and affiliation, primary components of a
PLC, are necessary for increased student achievement. Additional research can be done in
the following areas:


In schools that are achieving, what is the primary motivational need-type of the
teachers? In schools that are underachieving, what is the primary motivational
need-type of the teachers? Is there a difference in the primary motivational needtypes of the teachers in these two school environments? Is there a way to use
motivational need-types as a predictor of success? One could perform a study to
determine what teacher need-type would work best in under performing schools.



A study might be done to identify the preferred leader dispositions of teachers in
high performing schools and the preferred leader dispositions of principals in low
performing schools to determine if academic achievement is greater when
congruence exists between the teachers' preferred leader dispositions and the
dispositions exhibited by the school leader.



In high performing schools and low performing schools, is there a difference in
the preferred leader dispositions of the principal and teachers' intent to stay or
leave?



This study could be replicated in schools that are not urban to see if the findings
of this study agree with leader dispositions highly ranked by leavers and stayers.
This could help to solidify the results found in this study.
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Appendix C: Letter to Principals
Dear Principal,
I, Terrence Brittenum, am seeking your assistance in collecting data to identify
effective motivational strategies that could be utilized by administrators to retain middle
school teachers in urban settings. This comprehensive investigation will determine the
extent to which any relationship exists between urban middle school teachers’
motivational orientations, teachers’ preferred leader dispositions, and teachers’ future
professional plans.

The title of my study is A Study of The Relationship Between The Motivational
Orientation of Teachers, The Leadership Disposition They Most Prefer, And Their
Intention to Remain or Leave Their Current Teaching Assignment.

There are no known risks in this research project for participants. Any
information participants share with the researcher during this study will remain
confidential. As a participant of this study you and/or your teachers have the right to
withdraw from this study at any time. Participation in this research project is
completely voluntary.

Please forward the following link to teachers who have served in the same
location with their current principal for a minimum of four years. To access the survey
instrument, the teachers will hold the control button while clicking on
https://www.surveymonkey.com/s/needs_leadership.
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